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This paper is a report on a study concerned with the identification of target language linguistic material essential for the learners' use of communication strategies (CS) in survival situations.
Subjects were 40 adult ESL students and 20 native speakers of English. A conceptidentification task was used to elicit these speakers' CS. Given that the taxonomy of CS developed in the study was based on the type of knowledge utilized by the speakers, it was possible to identify the semantic, as weD as the typical syntactic patterns, required for their implementation. These linguistic manifestations of CS can serve as a basis for developing L2 teaching materials with the aim of preparing L2 learners to function suecessfuUy in problematic communication situations. An appropriate sequence for the presentation ofsuch material is proposed based on the frequency of their application in the negotiationofmeaning by the speakers in this study.
While "communicative language teaching" has been an important phrase in language (L2) teaching for some time now, there is little specific research on exactly what is necessary for basic communication. This study seeks to provide data on this question with respect to second language speakers: What kinds of knowledge permit L2 learners to communicate their basic intentions? Are there certain strategies which can help them overcome gaps in their linguistic knowledge?
One of the main communication problems that second-language learners frequently encounter is lexical gaps in their target language (TL) production, particularly in the early stages of L2 learning. Research on learners' L2 production has shown that they use communication strategies (CS) in getting their meaning across when they encounter lexical problems (e.g. Tarone, 1977; Bialystok and Frohlich, 1980; Paribakht, 1982) . CS are, therefore, underlying elements in speakers' attempts to transmit their thoughts to their interlocutors. One question which arises is what the linguistic realizations of these CS are and what learners need to know in order to be able to implement these strategies in the TL. A further consideration is how an inventory of the linguistic material used in CS can be developed, with the aim of preparing learners for success in communication situations.
Providing L2 learners with the core notions and typical syntactic structures derived from the surface realization of CS may help them to over-come lexical gaps that call for the use ofthese strategies in communication situations. This study was an attempt to identify the surface grammar of CS and to consider the implications of this for L2 syllabus design.
SUBJECTS AND PROCEDURES
There were three groups of 20 adult subjects each: two groups of ESL students in Canada at two distinct levels of proficiency (intermediate and advanced)' and a group of native speakers of English as the comparison group.
To elicit the speakers' CS, an information gap, or more precisely a lexical gap, that would call for the use of CS had to be created between the subjects and their interlocutors. The communicative task designed for the study was a concept-identification task comprising both concrete and abstract nouns.
2 The task involved oral interaction between the subjects and their native speaker interlocutors.
In the case of concrete nouns, the pictures of the target items and, in the case of abstract nouns, the target words, were put on separate cards and were presented to the subjects in the same order. The subjects were then asked to try to convey each of the concepts to their interlocutors without using the target words. Interaction between the subjects and their interlocutors continued either until the interlocutor identified the target concept, or until one of the parties gave up.
All interactions were tape recorded for later analysis. During all sessions, the experimenter took note of any meaningful gestures the subjects used in communicating the target concepts.
RESULTS
Subjects' CS were identified, categorized and grouped into four major communicative approaches on the basis of type of knowledge utilized by the speakers for their realizations:
I. Linguistic Approach, which exploited the semantic features of the target concepts. II. Contextual Approach, which exploited the speakers' contextual knowledge. III. Conceptual Approach, which exploited the speakers' world knowledge. IV. Mime, which exploited the speakers' knowledge of meaningful gestures.
All three subject groups (intermediate ESL, advanced ESL, and native speakers) used all four communicative approaches in communicating both concrete and abstract nouns, and differed only in the use of a few constituent CS of the Contextual Approach, i.e., Idiomatic Transfer, Transliteration of L1 Idioms and Proverbs, which by definition, could be used only by the ESL groups, and Use of TL Idioms and Proverbs, used by advanced ESL and native speakers (see Appendix for the taxonomy of CS used by the subjects). Thus, the learner groups and native speakers used the same types of CS but differed in the relative frequency of use of the four approaches (see Table I and Table 2 ). NS, G-A>G-I n.s.
G-I>G-A, NS G-I, G-A>NS
On the basis of these results, it appears that adult speakers share a certain ability or "competence" to deal with their communicative problems. This has been referred to as "strategic competence," one of the components of communicative competence in the framework proposed by Canale and Swain (1980) .3 However, while the speakers in this study had basically the same types of tools, i.e. CS, to cope with lexical gaps in their TL, their ability to access these tools in L2 communication depended on the availability of the types of knowledge outlined above. An increase in the speakers' TL proficiency level simply provided the learners with the type of knowledge, e.g., semantic, they needed to utilize a given strategy; it did not seem to affect their underlying strategic competence. Thus learners' limited (or lacking) TL knowledge may not only preclude (in terms of type), but may also reduce (in terms of frequency) the use of certain CS that require that knowledge. Strategic competence is an ability whose application in the TL becomes possible only if the knowledgelinguistic and otherwise-is available to the learner in the communication situation.
In that the CS taxonomy developed in this study was based on the type of knowledge utilized by the speakers, it provides a basis for identifying the linguistic content of CS, i.e., the semantic components, as well as the typical syntactic structures required for their implementation.
The taxonomy indicates sets of vocabulary items, such as superordinate terms, synonyms and antonyms, that the speakers needed, in the Linguistic Approach, in conveying both concrete and abstract concepts (see Appendix A). In defining concrete nouns (i.e., objects), the speakers referred to their physical properties such as their size, colour and material, and to their locational, spatial, as well as historical and functional properties.
Examples:
1) "It's small" (pomegranate) "It would fit into your hand" (pomegranate) 2) "It's usually rounded" (turret) "It's frilly" (ruff) 3) "It's red" (pomegranate) 4) "It's made of metal" (thimble) 5) "They used to use ...wear around their neck" (ruff) Providing learners with the lexical items needed to express notions such as physical properties should enable them to perform the communicative act of defining a concept. That is, having these basic lexical items at their disposal, learners should be able to define in the TL concrete or abstract nouns in terms of relationships of space, time, etc.
The taxonomy also indicates that subjects gave metalinguistic clues to their interlocutors in communicating the target items, for example, "It's actually a noun with a suffix" (martyrdom) . Giving learners some metalinguistic knowledge may prove to be valuable to them in their coping with their lexical problems. The constituent CS of the Contextual Approach indicate that knowledge of TL idioms and proverbs can provide speakers with alternative means to carry through their intended meanings. The instruction of TL idioms and proverbs can be graded, as Yorio (1980) also suggests, through the use of structural, syntactic and semantic criteria. However, the quantitative analysis of the data (See Table 3 ) showed that the Contextual Approach was least frequently adopted by all subject groups, suggesting that this type of knowledge, although useful, was not as crucial as the speakers' TL linguistic knowledge in conveying their meanings. Both Contextual and Conceptual Approaches give an indication ofthe importance of the speakers' world knowledge, particularly that which corresponds to TL cultural and social properties. Effective L2 teaching would need to incorporate such information either directly through the STRATEGIC COMPETENCE content of the TL curriculum, or indirectly, through the content of other subject curricula, even if taught in the leamer's Ll.
The taxonomy further indicates that paralinguistic knowledge can also be utilized in overcoming lexical gaps in communication. Familiarizing learners with meaningful gestures and facial expressions specific to the target culture may also counteract a possible source of misunderstanding and misinterpretation and may, consequently, contribute to more effective communication.
An appropriate sequence for the presentation of the above elements could be established according to the frequency with which the speakers used them. This study showed that the Linguistic Approach was the approach most frequently adopted by all subject groups, suggesting that the information needed for its adoption was most fundamental for the subjects' communicative survival.
In addition to the components discussed above, the subjects' CS were fairly consistently associated with particular syntactic structures. It is, therefore, possible to compile an inventory of typical sentence patterns which can be converted into L2 teaching material. The typical sentence patterns embodying the subjects' CS were: The comparative form for Analogy and Contrast almost always used the "it is (not) like ..." or the "(not) as... as" patterns. Furthermore, the sentence patterns used were expressed in affirmative or negative forms, simple present or past (sometimes simple future) tense and active (sometimes passive) forms. Conditional forms were occasionally used in strategies such as Demonstration for the creation of hypothetical contexts. In general, it appeared that for communicating concrete nouns, sentencelevel grammar and for communicating abstract nouns, discourse-level grammar (i.e., knowledge of cohesion markers and coherence rules) were most relevant.
Learning these typical syntactic structures and sentence patterns will, therefore, enable learners to express the information utilized in the related strategies. The presentation of these syntactic patterns could be ordered according to the frequency of their applicability and productivity in the learners' negotiation of meaning.
A STRATEGIC FOCUS FOR L2 TEACIDNG
All the above components (i.e., lexical, syntactic, idiomatic) constitute what could be referred to (using Allen's (1981) terminology) as the "surface structure grammar" of CS. An L2 curriculum component based on this grammar could be developed, with the aim of preparing L2learners for the negotiation of meaning in the absence of the target lexical items. This component, which could be referred to as the strategic component, would enable learners to overcome lexical gaps (i.e., concrete nouns and abstract nouns) in communication situations and would respond, therefore, to one of the important and basic communicative needs of L2 learners.
Allen (1983) has proposed a comprehensive three level approach to L2 teaching. His framework includes structural analytic, functional analytic, and experiential components. In the structural analytic component (e.g., Dodson, 1976) goals are defined in terms ofgrammatical accuracy and the sentence, broken down into its grammatical constituents, is the basic unit of description. In the functional analytical component (e.g., Wilkins, 1976) , speech acts constitute the basis for description and learners are taught to produce coherent discourses. The experiential level (Stem, 1979) encourages spontaneous unanalyzed use of language in natural communicative settings. Allen proposes a balance among the three components, and suggests a three-level communicative course in which the relevant knowledge in each component is incorporated. Allen's model could be expanded to include a fourth component, i.e., the strategic component (see Figure 1) . The specific features of the strategic component are: first, it takes advantage of a leamer's ability (i.e., strategic competence) already available to him/her in the L2 learning situation; second, the leamer's needs are not determined or defined by the teacher, but rather are initiated by the learner. There is, therefore, no pre-selection of items. The items are derived from those expressed by the learner in solving communicative problems. Third, the unit of description/instruction is a strategy.
As far as the sequence for presenting the components of the model is concerned, it would seem advantageous to introduce the strategic component early. This would not only establish the fundamental syntactic structures and lexical items needed for the leamer's negotiation of meaning, but will also start the learner on some communicative skills to be used in extended communicative situations. The more quickly the learners take advantage of what they have learned in this component, the better they will be prepared to cope with some problematic communicative situations.
Curriculum Components
Structural-Analytic Once learners are provided with such TL materials whose areas of application are clearly defmable, they could then be given the opportunities to practice the use of CS in situations where a lexical gap is created between the learner and the interlocutor. Communication tasks such as the one designed for this study (i.e., concept-identification task) or similar ones which involve the creation of information gap between the interlocutors could serve such a purpose. Frequent practice of this kind will make the corresponding linguistic material more readily accessible to the learners, and they can benefit from this in real communication situations inside and outside the classroom. Such practice may also promote learners' flexibility and enable them to integrate all their knowledge sources and use alternative means in transmitting their intended meanings.
The proposed strategic component certainly requires further work and testing. At this stage of our knowledge, this component cannot be an end in itself but rather is complementary to the instructional goals of a multi-component communicative approach to L2 teaching. Further research on other aspects of the speaker's strategic competence (e.g., written production strategies, reception strategies-aural and written) and on strategies associated with production problems other than lexical (e.g., syntactic or sociolinguistic), could provide an extensive inventory of strategies as a basis for the development of a comprehensive L2 curriculum. In summary, while in this paper the speakers' CS were analyzed for basic lexicon and surface grammar and some suggestions were made for the incorporation of the identified items into an L2 teaching curriculum, the main purpose of the paper was not to provide an exhaustive inventory of such items, but was rather to propose a framework for the identification of some basic needs of L2 learners in overcoming lexical gaps in communication situations. 
III Conceptual approach
The conceptual approach exploits the speaker's knowledge of the world and of particular situations. This knowledge may be biased or influenced by the speaker's social and!or cultural background.
